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Poučevanje angleščine za gluhe in naglušne v inkluzivnem razredu 
Glavni cilj magistrske naloge je pridobiti celovit vpogled v učenje jezikov gluhih in naglušnih 
učencev in poiskati primere dobre prakse, primerne za učence z izgubo sluha in njihove 
slišeče vrstnike. Magistrska naloga se predvsem osredotoča na pregled literature že izvedenih 
študij, ugotovitve le-teh pa uporablja za primer, kako poučevati gluhe in naglušne učence v 
inkluzivnem razredu, kjer je angleščina tuji jezik. Poleg primerov poučevanja in učenja jezika 
naloga predstavlja tudi primere dobre inkluzivne prakse. Študija primera v obliki intervjuja 
poda vpogled v učne izkušnje učenca, ki je globoko gluh in je uporabnik polževega vsadka. 
Glavna ugotovitev magistrske naloge je, da je pri gluhih in naglušnih potrebno poudariti 
razvoj strategij za organizacijo besedišča in razviti fonološko zavedanje, saj ti področji 
predstavljata učencem z izgubo sluha največ težav, prav tako pa sta izjemno pomembni za 
razvoj pismenosti pri slišečih kot tudi gluhih in naglušnih učencih. Poučevanje slovnice naj bo 
sistematično in izrecno, ter naj vključuje tako induktivne kot deduktivne pristope. Učenci naj 
bodo deležni obsežnega urjenja vseh štirih spretnosti jezikovnega razvoja. 
 
Ključne besede: gluhi in naglušni učenci, izguba sluha, inkluzivno izobraževanje, angleščina 
kot tuji jezik 
 
Abstract 
English teaching for Deaf and Hard-of-Hearing Students in an Inclusive Classroom 
The main aim of the thesis is to get a comprehensive insight into the language learning of deaf 
and hard-of-hearing students, and to find good practices suitable for teaching English as a 
second/foreign language to students with hearing loss and their hearing peers. The thesis 
primarily focuses on literature review of previous studies and applies the findings to teaching 
deaf and hard-of-hearing students in an inclusive classroom, where English is a 
second/foreign language. The thesis also provides some practical examples for language 
teaching stemming from the theory. Along with language learning and teaching, the thesis 
also presents good inclusive practices. The case study in the form of an interview provides an 
insight into the learning experiences of a severely deaf student, who is a cochlear implant 
user. The main conclusion reached is that an emphasis should be placed on developing 
strategies for organising vocabulary items and developing phonological awareness as those 
are areas that are most difficult for students with hearing loss. These areas are also critical for 
 
 
literacy development in both hearing students and those with hearing loss. Grammar 
instruction should be systematic and explicit, utilising both inductive and deductive 
approaches. All four skills should be practiced extensively.  
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Five percent of the world’s population experiences some degree of hearing loss 
(WHO
1
, 2019). In Slovenia, there are around a thousand people with hearing loss (Delo, 
2015). Whilst some of them are educated in specialised institutions, many choose to learn in 
mainstream schools. The rather small number of deaf and hard-of-hearing people is reflected 
in the scarcity of research conducted for this segment of population, especially in Slovenia. 
Therefore, conclusions should be drawn from findings from foreign researchers. However, a 
potential problem arises when looking for best practices that would apply specifically to 
Slovene students. There is a gap in research concerning Slovene English learners with hearing 
loss, addressing language learning difficulties specific to the rather small group of people. 
The focus of this thesis, therefore, is to explore what researchers have found about 
how people with hearing loss learn a language, and how these findings could be applied to 
deaf and hard-of-hearing students of English. Since the majority of pupils with hearing loss in 
Slovenia are being educated in mainstream, inclusive settings, this thesis also looks at what 
teaching strategies teachers could use to cater to both groups of students, those with hearing 
loss and those with normal hearing. The main aim of the thesis is to get a comprehensive 
insight into the language learning of deaf and hard-of-hearing students, and to find good 
practices suitable for teaching English as a second language to students with hearing loss and 
their hearing peers.  
The first part of the thesis addresses deafness in broad terms, listing the classification 
of hearing loss and general characteristics of deaf and hard-of-hearing people. Next, the thesis 
provides information on deaf and hard-of-hearing students in Slovenia, as well as the 
treatment of pupils with disabilities in the national documents. Integral to this thesis is the 
discussion of inclusion and inclusive practices provided in chapter three. Following this are 
chapters focused on language learning, starting with cognitive and language development, 
including the first language. A handful of practical examples that can be useful in teaching are 
provided here as well. The focal part of this thesis is the discussion on foreign language 
learning, spanning across the four skills and different language areas. Practical examples are 
given to help illustrate the theoretical basis. As the closing chapter, a case study is presented 
in the form of an interview with David, a severely deaf person with a cochlear implant.  
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2 Characteristics of people with hearing loss 
People with hearing loss are an extremely heterogeneous group (cf. Hernja et al., 
2010; Marschark, 2001). The first distinction is between deaf and hard-of-hearing people. 
Both groups share differences as well as similarities and the terms are not interchangeable; 
however, the distinction between the two groups is not strictly clear, since “hearing losses 
inherently fall along a continuum” (Marschark, 2001: 1). People with hearing loss differ in the 
degree of hearing loss (see Table 1), the type of hearing loss (see Table 2), the age of 
intervention, i.e. early identified versus late identified (Rosa-Lugo and Ehren, 2018: 182), the 
language models they had exposure to, i.e. were they born into a hearing or deaf family, the 
type of hearing aid they use, i.e. are they users of an amplification system or cochlear implant 
users. 
The heterogeneous nature of deaf and hard-of-hearing students possibly makes it 
rather difficult to educate them in mainstream settings, since deaf/hard-of-hearing students are 
more diverse as a group than their hearing peers (Marschark and Hauser, 2008: 16). 
Marschark and Hauser also lend a very interesting perspective on learners with hearing loss in 
a mainstream classroom, pointing out such students are 
[i]n some ways similar to second-language learners who struggle with the language of the 
classroom (and may evidence cultural differences), in some ways similar to gifted students 
who require particular instructional methods to match their unique knowledge sets, and in 
some ways similar to students with attention deficit/hyperactivity disorder (ADHD) who are 
easily distracted and have difficulty maintaining time on task, [deaf and hard-of-hearing] 
students represent a unique population. (ibid.) 
Even though the authors are referring to native language users, they highlight possible areas 
that may cause trouble for students with hearing loss that should receive extra attention, i.e. 
explicit language instruction, individualisation of teaching methods, diversity of classroom 
techniques and learning strategies.  
2.1 Classification of hearing loss 
Hearing loss can be classified according to the range of decibels (dB) a person cannot 
hear, the lower range being 16 to 25 dB, and the upper 91 dB or more. The loss of the ability 




communication is impaired. The table below summarises the ranges in decibels for each 
category of hearing loss, and the common effects on communication. 
Category of 
hearing loss 
Range of decibels Effect on communication 
Slight, 
insignificant 
16 – 25 dB Problems in communication occur in a loud 
environment or with quiet speech. 
Mild 26 – 40 dB No problems in quiet conversations with a familiar 
theme and limited vocabulary; even without 
surrounding noise, quiet or distant speech is not 
understood; group discussions are a challenge. 
Moderate  41 – 55 dB Speech is heard only when the hearer is close to the 
speaker; group discussions pose a challenge. 
Moderately 
severe 
56 – 70 dB The listener hears only loud, clear speech; speech 
comprehension is visibly impaired; the hearer’s speech 
is slightly unintelligible.  
Severe  71 – 90 dB The listener can hear very loud speech, but cannot 
necessarily recognise every word; environmental 
sounds are heard but unidentifiable; the individual’s 
speech is not entirely intelligible.   
Table 1: Classification of hearing loss (Zveza društev gluhih in naglušnih Slovenije, 2014b)
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The range from 10 to 15 dB marks normal hearing, without any effects in communication. 
When a person cannot hear 91 dB or more, they are already classified as deaf, not hard-of-
hearing, with profound deafness. Their communication in limited, they can hear loud sound 




It is important to understand that the deaf are not a homogenous group; they are still 
individuals with specific characteristics and needs. Being aware of the differences between 
distinct types of hearing loss can help better understand the deaf person. How much an 
individual in affected by hearing loss and what hearing aids they may use can determine how 
teachers work with such individuals. Knowing about the extent of a person’s hearing loss can 
shed light on how the deaf person socialises and processes information around them.   
There are four types of hearing loss, distinguished mainly by the place and origin of 
hearing loss: conductive hearing loss, sensorineural hearing loss, mixed hearing loss, and 
neural hearing loss. The characteristics of each type, as described by MED-EL, are given in 
the table below. 
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Problems in the 
outer or middle ear; 
sound conducted 
improperly. 
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3 Deaf and hard-of-hearing students in Slovenia’s educational system 
The education of deaf and hard-of-hearing students in Slovenia is regulated by Zakon 
o umerjanju otrok s posebnimi potrebami, which defines students with disabilities and gives 
guidelines on adapting educational standards for special needs students, inclusion strategies, 
the necessary adjustments for testing and assessment, additional help the students may need, 
organisational aspects of teaching and learning, and developing life skills and career options.  
The aforementioned act regulates the implementation of individual educational 
programmes (IEPs) that are made for each student with disabilities. A committee for the 
placement of children with special needs is formed, consisting of experts in the field of 
education and special needs. The committee gives suggestions as to which institution or 
programme the students in question should attend, based on the type and degree of disability, 
and which adjustments the student may need. The committee’s suggestions serve as the 
foundation on which schools create an IEP for a particular student (Otorepec, 2013: 5).  
There are two main options as to where and how deaf and hard-of-hearing students can 
acquire their education. They can either be educated in mainstream schools or in specialised 
institutions. In Slovenia, there are three specialised institutions that provide schooling for 
children with hearing loss, namely Zavod za gluhe in naglušne Ljubljana, Center za 
komunikacijo, sluh in govor Portorož, and Center za sluh in govor Maribor. All three 
institutions provide preschool and primary school education, along with healthcare services 
dealing with hearing loss. Zavod za gluhe in naglušne Ljubljana is the only one that offers 
secondary vocational and technical education in the fields of woodworking, graphic design, 
engineering, textile, and computer science (ZGNL
4
). Since teaching within these institutions 
is accompanied by instruction in sign language, most students attending are severely deaf, 
with little to no residual hearing. Regardless, only one fourth of all people with hearing loss in 
Slovenia are educated within the specialised institutions (ZDGNS, 2016).  
The alternative, and the option most choose, is education in mainstream schools. Since 
the use of hearing aids and cochlear implants has grown, more deaf students are now educated 
in mainstream settings (Mohar, 2013: 13). Mainstream schools offer adapted programmes 
with equal educational standards or regular programmes with modified implementation and 
additional help.   
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Within both specialised institutions and mainstream settings, there are three 
approaches commonly used with deaf and hard-of-hearing students: the Auditory-Oral 
approach, which includes only listening, no gesturing; the Simultaneous or Total 
Communication approach, which uses listening and sign language; and the bilingual/bicultural 
approach, where sign language is the pupil’s first language and written language is their 
second. The latter approach is usually used with severely deaf students, whist the Auditory-
Oral approach is well-suited for hard-of-hearing students (Mohar, 2013: 15).  
3.1 Students with special educational needs in the syllabus 
The syllabi for elementary school education for the second and the third grade (Učni 
načrt. Program osnovna šola. Tuji jezik v 2. in 3. razredu), and grades 4 – 9 (Učni načrt. 
Program osnovna šola. Angleščina) do not specifically address teaching students with special 
educational needs, but they do reference another document, Navodila za izobraževalne 
programe s prilagojenim izvajanjem in dodatno strokovno pomočjo za devetletno osnovno 
šolo, which provides guidelines for working with learners with special educational needs, 
including deaf and hard-of-hearing pupils. 
The syllabus for secondary education, Učni načrt angleščina. Gimnazija; splošna, 
klasična, strokovna gimnazija, does not mention pupils with special educational needs and 
does not give any references for working with them. Students with “individual differences” 
are mentioned in the section dealing with assessment. The document states that the 
monitoring, evaluating and assessing of such students has to be adapted to their characteristics 
and needs. The syllabus stresses the importance of not assessing knowledge and skills the 
student cannot develop (Ministrstvo za izobraževanje, znanost in šport, 2008: 51). 
The national document Navodila za izobraževalne programe s prilagojenim 
izvajanjem in dodatno strokovno pomočjo za devetletno osnovno šolo gives extensive 
guidelines on how to accommodate and adapt teaching for deaf and hard-of-hearing students 
in primary schools. The guidelines concern the classroom itself, didactic tools and equipment 
the pupil should use, the interaction of the hearing impaired student with educators, e.g. 
teachers, counsellors, the headmaster, and time management. The document specifies how 
teaching and learning should be carried out, giving concrete recommendations to the teacher. 







The classroom  Speech needs to stand out from the acoustic background 
by 15 to 20 dB. 
 The deaf or hard-of-hearing pupil should sit in the first or 
second row, or in the middle of a semi-circle. 
 The pupil should be enabled constant and direct eye 
contact, preferably to the face. 
 The pupil should sit next to a successful student who can 
help them.  
Didactic tools and equipment 
the pupil should use 
 The pupil should use acoustic equipment that enables 
them to hear better. 
 The pupil should be given lots of written material that is 
clear and exact. 
 The subject content should be broken down into smaller 
units. 
 Didactic tools that should be use include: the overhead 
projector, videos, the projector, the computer. 
 All receptive channels should be used (auditory, visual, 
tactile, proprioceptive, olfactory, spacioceptive). 
The interaction of the hearing 
impaired student with 
educators, e.g. teachers, 
counsellors, the headmaster 
 Guidelines for the teacher: when planning and executing 
lessons, the teacher should take into account the 
accommodations necessary for the deaf or hard-of-
hearing student. Additional help for the student is offered 
in the form of a speech therapist. 
 Guidelines for the counsellor: counsellors should provide 
the pupil with help specified in the individual educational 
plan (IEP). The counsellor coordinates work of 
professionals and works with parents. 
 Guidelines for the headmaster: the headmaster provides 
for the material and staffing conditions. They form the 
group of professional that will make the IEP. The 
headmaster’s attitude towards students with special 
educational needs greatly affects the school’s 
atmosphere. 
Time management  Deaf and hard-of-hearing students need more time to 
process new learning material. 
LESSON EXECUTION 
Teaching and learning  The teacher should face the students. 
 They should get and direct student’s attention to ensure 
optimal understanding.  
 They should use normal speech rhythm, tempo and 
volume. They should speak clearly and distinctively, but 
not too loud since loudness tends to distort speech. 
 They should not move too much when speaking. 
 They should not cover their mouth; their face should be 
under the appropriate light.  
 Teaching should not be carried out in lockstep only. 
Project work, small groups (pairs, groups of three…), 




over other options. 
 Information given should be clear, short, unambiguous, 
and given in a slower tempo than usual. 
 When teaching, teachers should resort to using 
visualisation, plenty of didactic materials, mind maps, 
key words, short summaries, demonstrations, 
experiments, field trips … 
 Key words and short, single-clause sentences should be 
on the whiteboard. 
 There should be no jumping from one subject to another; 
the deaf or hard-of-hearing student should be notified 
when the subject is changed.  
 The teacher should use many visual tools, such as graphs, 
tables, pictures, videos, computer programmes … The 
teacher should try to connect the subject matter to the 
students’ life experiences. 
 The teachers’ makes use of multisensory instruction. 
 The teacher should have basic knowledge of the pupil’s 
hearing aid, knowing how it works. 
 The teacher should help the deaf or hard-of-hearing pupil 
with organising their notes. 
 The teacher encourages and directs the student’s own 
activity and motivation. 
Testing and assessment  Deaf and hard-of-hearing students should have more time 
for testing; the testing time should be extended up to 
50%. 
 To ensure the pupil knows and understands what is 
expected from them during testing, the teacher should get 
the student’s attention, and speak clearly and 
distinctively, but not too loud since loudness tends to 
distort speech. 
 To ensure optimal reception of information, the distance 
between the teacher and the pupil during testing should 
be less than a metre. Closeness will facilitate better 
comprehension, even if the student can hear from a 
greater distance. 
 The student needs to see the teacher’s face. 
 Testing and assessment should be carried out in a quiet 
space.  
 Since listening with a hearing aid is tiring, oral testing 
and assessment should be done in the first lessons of the 
day. 
 During testing and assessment, the deaf or hard-of-
hearing student should use the way in which they can 
best express themselves. 
Table 3: Ministrstvo za izobraževanje, znanost in šport, 2003: 19-21
5
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The recommendations for working with deaf and hard-of-hearing students the ministry 
provides in Navodila za izobraževalne programe s prilagojenim izvajanjem in dodatno 
strokovno pomočjo za devetletno osnovno šolo also include strategies and methods all 
students would need for optimal learning, e.g. subject content being broken down into smaller 
units, teaching that is not carried out in lockstep only, using many visual tools and connecting 
the subject matter to the students’ life experiences, multisensory instruction, encouraging and 
directing the student’s own activity and motivation. These practices, since they benefit both 
students with special educational needs and others, can therefore be considered inclusive.  
With inclusion being recognised as a very important goal of education, more teachers 
need to be informed about the possible teaching practices that provide optimal learning for 
students with special educational needs. In Slovenia, there are three centres for deaf and hard-
of-hearing students; however, the majority of pupils with hearing loss are educated in 
mainstream settings (ZDGNS, 2016), enhancing the need for inclusive practices. The 
information about inclusion and guidelines for inclusive education can be found in documents 





4 Inclusive education 
Inclusive education raises the issue of teaching in classrooms and schools with greater 
degree of differences between students, how to adapt the curriculum to such diversity, and 
how to provide quality education for all learners. Nowadays, the focus of discussion about 
inclusion has shifted from what inclusion is and the importance of inclusive practices to the 
‘how’ of inclusive education (The European Agency for Special Needs and Inclusive 
Education, 2014: 5).  The focus of inclusion should not be on the disability, but rather on the 
ways that enable successful and optimal integration of special needs students (Hernja et al., 
2010: 83).  
The European Agency for Special Needs and Inclusive Education (known as the 
European Agency for Development in Special Needs Education from its establishment in 
1996 to 2014) is an “independent and self-governing organisation”, whose supporters include 
its member countries and the European Commission and the European Parliament (ibid.: 2). 
The member countries are 31 European countries: Austria, Belgium, Bulgaria, Croatia, 
Cyprus, Czech Republic, Denmark (which is also the establishing country), Estonia, Finland, 
France, Germany, Greece, Hungary, Iceland, Ireland, Italy, Latvia, Lithuania, Luxembourg, 
Malta, the Netherlands, Norway, Poland, Portugal, Serbia, Slovak Republic, Slovenia, Spain, 
Sweden, Switzerland, and the United Kingdom (European Agency for Special Needs and 
Inclusive Education, 2018). The Agency has done great work in the field of inclusive 
education, and continues to do so. They strive to improve education for all learners’ by 
researching current educational trends and classroom practices, and providing stakeholders 
and decision-makers in member countries with their findings on inclusive education.  
There are many documents the Agency has published that are relevant for all teachers, 
regardless of the needs of their students. For the scope of this thesis, three documents seem to 
be especially relevant: Five Key Messages for Inclusive Education. Putting Theory into 
Practice (2014), outlining the basis of inclusion; Inclusive Education and Effective Classroom 
Practices (2003), discussing the crucial factors of effective inclusion; and Teacher education 
for inclusion. Profile of inclusive teachers (2012), presenting values and competences 
inclusive teachers should possess. 
In Five Key Messages for Inclusive Education. Putting Theory into Practice (2014), 
the European Agency for Special Needs and Inclusive Education proposes five premises on 




qualified professionals”, “support system and funding mechanisms”, and “reliable data” 
(European Agency for Special Needs and Inclusive Education, 2014: 5). 
The principle of “As early as possible” stresses the importance of providing help and 
support to learners and families as soon as possible, as well as the urgency of identifying the 
special educational need early and assessing the scope of the need, which makes further 
planning possible (ibid.: 9). This message also points out how crucial it is to plan for the 
future, that is how the child will be transitioning from one educational stage to the next, 
including the planning of life after the child has left the educational system (ibid.: 10).  
Discussions concerning the improvement and optimisation of education for pupils with 
special needs in mainstream settings in turn also raise issues of providing quality education 
for all learners involved – this is the gist of the second message, “inclusive education benefits 
all” (ibid.: 11). The Agency stresses learner-centred approaches, feedback for teachers that 
helps them improve professionally, and team work among participants – teachers, parents, 
students (ibid.: 12).  
The message of “highly qualified professionals” stresses the importance of qualified 
teachers, both with regards to their professional competences, their attitudes and beliefs about 
inclusive education (ibid.: 16). The Agency has developed a profile of inclusive teachers that 
should be used as a guide when planning the training of teachers for inclusive classrooms 
(ibid.: 17). The competences outlined in the profile include: valuing the diversity of learners, 
giving support to all learners, collaborating with parents and other professionals, and being 
responsible for their professional development (European Agency for Development in Special 
Needs Education, 2012: 7). The profile and its relevancy for this thesis shall be discussed in 
further detail in the following pages. 
The fourth principle, “support system and funding mechanisms”, brings awareness to 
the question of financial resources available to schools and teachers to teach special 
educational needs pupils, as well as questions related to funding inclusive education. Schools 
should be flexible in using the available resources, which should be used so as to benefit all 
learners (The European Agency for Special Needs and Inclusive Education, 2014: 22).  
The last message points out that collecting “reliable data” about inclusive education 




educational systems; analysis of the effectiveness of inclusive education; assuming quality of 
education; and tracking progress learners make (ibid.: 25-26). 
Inclusive Education and Effective Classroom Practices (European Agency for 
Development in Special Needs Education, 2003) presents five crucial factors or conditions 
that need to be fulfilled when effective inclusion is the goal:  
1. Co-operative teaching: teachers should collaborate with professionals in and outside of 
their school. 
2. Co-operative learning: teaching by learners for learners provides cognitive and 
affective benefits. 
3. Collaborative problem-solving: pupils’ suggestions on class rules are most effective. 
4. Heterogeneous grouping: recognising the diversity of students and working with it, for 
example via internal streaming.  
5. Effective teaching: the basis of education should be assessment, evaluation, and 
feedback. Individual needs and support should be reflected in the Individual 
Educational Plan. (ibid.: 5-6) 
The summary report also points out that there are certain prerequisites for inclusive 
education (ibid.: 12). The first prerequisite regards the teachers, and stresses that their 
attitudes and motivation are the decisive factor of inclusion (ibid.: 12). Teachers need to take 
responsibility for their professional and personal development; they need to have sufficient 
knowledge of methods, techniques, approaches, and the skills to implement what they know 
in theory. Teachers’ involvement is seen on three levels: the personal level, by which each 
person takes responsibility for their education and attitudes; the institutional level, 
encompassing teacher training and opportunities necessary for teachers’ professional 
development; and the social level, where teachers’ need to know how to cater to pupils’ 
parents and how to provide special needs pupils with social interaction with non-disabled 
peers (ibid.: 13-14). Teachers need to have the appropriate attitude and be properly trained 
with regards to implementing methodology, how to adapt curriculum, and how to skilfully 
develop social patterns. The position and stance of the school as an institution on inclusion is 
also very important for inclusive education. Schools should be open to co-operation and 
exchange of knowledge and experiences. On the other hand, schools need to have the 
autonomy to make decisions on inclusion and need to be self-reliant (ibid.: 15). Schools 




keeping in mind that all students need to benefit from the distribution of resources (ibid.: 16). 
All pupils need to know that additional help can be provided by the school, as research shows 
that all groups of students may benefit from special arrangements inside and outside the 
classroom (ibid.). The Agency suggests the following guidelines when offering additional 
help: 
The criteria that should be used when offering part-time special provision to pupils are 
that they should be: (1) as early as possible; (2) as flexible as possible (if one approach 
is not working, choose another); (3) as ‘light’ as possible (without negative side 
effects); (4) as close as possible (therefore preferable within the mainstream class and 
within the mainstream school); and (5) as short as possible. (ibid.) 
Besides taking care of financial support and additional help, schools need to recognise 
the role of the parents since they have needs as well. They need support, they need to be 
informed about all aspect of school life, and they should have a voice when it comes to the 
planning of the educational process, the formation of the individual educational plan, and the 
evaluation of both the process and the plan (ibid.: 16-17). Schools therefore provide support 
by ensuring co-operation between specialists and professionals, both individuals and other 
institutions, giving help and a voice to pupils and parents, while providing resources and 
guidelines for their distribution. The third prerequisite for inclusive education encompasses 
the external conditions. These refer to the national policies that affect the implementation of 
inclusion, the funding of special and mainstream schools and the problems associated with 
financial resources, and the goals of education, which are specified by the government, but 
realised by schools (ibid.: 17-18). Everyone included in the education of special needs pupils 
should be aware of these factors and their prerequisites, so as to provide the most optimal 
teaching and learning for all learners. 
Since teachers need to be educated just as much as their students, arguably the most 
applicable document the Agency has published is the Profile of inclusive teachers (European 
Agency for Development in Special Needs Education, 2012), which presents values and 
competences teachers should possess if inclusive education is to be ensured. The Profile was 
developed within the Teacher Education of Inclusion (TE4I) project. The Profile is focussed 
around four core values, each of the values are correlated with areas of competence. Areas of 




demand certain knowledge and skills enable us to put the knowledge into practice (ibid.: 7). 
The following table describes the core values with the associated areas of competence. 
CORE 
VALUE 




Diversity is seen as a 
valuable advantage.  
The areas of competence are related to the 
teachers’ notions about inclusion and their 
attitude towards learner difference. 
Supporting All 
Learners 
High expectations for all 
learners. 
The areas of competence are related to 
providing support to all learners in all 
aspects of learning (academic, practical, 
social, emotional) and implementing 




Collaboration and teamwork 
are seen as fundamental for 
all teachers. 
The areas of competence are related to 
collaborating with other professionals and 




Every teacher needs to 
reflect and learn from their 
teaching in conjunction with 
life-long learning. 
The areas of competence are related to the 
teachers’ ability to self-reflect and initial 
teacher education programmes providing the 
basis for such reflection.  
Table 4: The Profile of Inclusive Teachers (European Agency for Development in Special Needs 
Education, 2012: 7) 
Every core value is subdivided into a few areas of competence; every area of competence 
requires particular attitudes, along with knowledge and skills that materialise the competence. 
The full profile can be found in Appendix 1. 
The most essential message that the Profile sends across is that educators should not 
forget about students without special educational needs since inclusion, by definition, needs to 
focus on all groups of students. The Agency stresses that “the values and areas of competence 
reinforce the critical message that inclusive education is an approach for all learners, not just 
an approach for particular groups with particular needs” (ibid.: 19). Implementing the profile 
can, therefore, produce more inclusive and effective teachers, experts not only within their 
field, but also confident in their teaching, regardless of the composition of the class they 
teach. Teachers can use principles the Profile presents and apply them to their teaching and 
learning. The Profile can help with self-reflection, “used in the deconstruction and re-
construction of mindsets about learners and inclusive education as an approach for all 
learners” (ibid.: 20), both for student teachers and those educating them. An example of an 
activity that raises self-awareness and challenges stereotypes: each of the statements within 
the Profile, e.g. “inclusive education is about societal reform and is non-negotiable” (ibid.: 




or disagree with the statement. Others can then give their opinion. It is important to create a 
positive, judgement-free and respectful atmosphere among the participants. The Profile can 
also serve as the spring board for a debate (e.g. the need for collaboration between 
professionals versus professional autonomy), or a research paper (e.g. Which formative and 
summative assessment supports learning and does not label or lead to negative consequences 
for learners? [ibid.: 15]). Such activities raise awareness to one’s own beliefs and assumptions 
while questioning and perhaps transforming the beliefs. 
Even though the Agency based the published documents on practical knowledge and 
practices used in classrooms within member countries, the outcome is a theoretical basis. This 
theoretical knowledge is very useful, but we might lack the skill to implement it in our 
teaching. A study by Cawthon provides some insight into how to put inclusive strategies in 
practice.  
Cawthon noticed that classrooms she observed had a strong emphasis on individuality, 
but that this approach was applied to all students, thus emphasising the fact that inclusion is 
for both sides. Teachers in the observed classrooms did a thorough job of raising awareness in 
the students and making them more empathetic to people with suspected hearing loss. 
Cawthon, wearing a hearing aid herself, noticed that “they were sensitive to the fact that 
people with hearing aids may have different communication needs,” (Cawthon, 2001: 219) 
but they were not aware of the variety of accommodations a person with hearing loss may 
need. Students thus suggested she sit so that she could see the class interpreter better, even 
though she did not need the help of the interpreter. Cawthon noted that the teachers used this 
opportunity to further educate the students on hearing loss and the use of hearing aids, 
explaining that different degrees of hearing loss call for different types of accommodations in 
communication (ibid.).  
In the interviews, Cawthon noted the importance the teachers placed on developing 
autonomy of the deaf students. Students with hearing aids were always responsible for their 
own technology, making sure it is turned on and that it is working properly. Students also 
needed to take initiative in regards to the interpreter, as teachers insisted that “students had a 
right to have an interpreter but needed to be proactive in obtaining that assistance,” asking for 
help in communication (ibid.: 221). The interpreter has an important role in the classroom. 
Not only do they provide aid in communication, they also help teachers set the desired 




[...] One deaf student often did not wait for his turn to speak. When he interrupted (by signing 
while the teacher was speaking), the interpreter voiced for him as if he was talking out of turn. 
The teacher and the interpreter then responded accordingly, reminding the student to raise his 
hand and take his turn like all other students of the classroom” (ibid.: 222).  
It is crucial to make deaf students aware of turn-taking and showing them how they can and 
should participate in a conversation. Another aspect of classroom communication that can be 
managed by the interpreted, at least to a certain extent, is voicing background noise. The 
interpreter can direct the deaf student's attention to something the deaf learner might have 
otherwise missed (ibid.). This also shows that it is important to make hearing students aware 
of the fact that deaf learners cannot overhear what they are talking about without directing 
their attention first. Hearing students need also be aware that there should be as little 
overlapping in their speech as possible, as it is hard for the interpreter to sign for multiple 
people at once. To make communication clear all parties need to be instructed on how to 







5 Language development of people with hearing loss 
Researcher Mark Marschark said: “Deaf children are not hearing children that cannot 
hear” (2014). In a very short statement he encompassed the very gist of teaching students with 
hearing loss – teachers should not treat deaf and hard-of-hearing students merely as people 
that lack the ability to hear. There are specific characteristics people with hearing loss possess 
that make their learning different from that of their hearing peers.  
Studies examining cognitive processes of population with hearing loss have provided 
some conflicting findings, especially when research has been contrasting hearing and deaf 
people. Whilst some studies indicate greater differences than others, Marschark and Hauser 
point out that “these are not mutually exclusive findings, but simply indicative of the fact that 
relatively small differences in knowledge or approaches to learning can have significant effect 
that may be cumulative over time” (2008: 17). There are similarities between how hearing and 
deaf children learn, there are also significant differences, pertaining mainly to “language 
fluencies, memory, problem solving, and academic achievement” (Marschark and Hauser, 
2008: 16). In conjunction to the aforementioned factors, the differences between the two 
groups are related to language models and language environments, learning experiences, 
working memory, long-term memory and background knowledge. Despite the fact that these 
areas of interest – cognitive, social, and academic development – are intertwined and closely 
related to each other, studies tend to isolate each area and research them independently; 
however, investigation on language development often looks at language as the basis as well 
as the end result for cognitive, social, and academic development (ibid.). 
Interestingly, acquiring and learning a language in both hearing and deaf people 
follows the same path. Both groups reach the same milestones, as long as they are exposed to 
language as early as possible; however, there seem to be a prevalent trend in deaf children 
reaching these milestones with a delay (Marschark, 2001: 31). The lag in language 
development is contributed mainly to early language exposure (Marschark, 2001: ii). The 
caveat to this trend seem to be deaf children born to deaf parents “who demonstrate patterns 
of language development that follow the same sequence and rate that is observed in hearing 
children with hearing parents” because of the quality of their early language input (ibid.: 38). 
Early language experience can be thus considered a good predictor of language development. 
Marschark emphasises that the “degree of hearing loss does not predict the development of 
speech or language skills” (2001: 2) and deafness alone cannot be the cause of challenges deaf 




Not only is the way in which deaf people acquire and learn languages vastly similar to 
language acquisition and learning of the hearing population, research shows there is no 
difference whether this language is a spoken one, or a natural sign language (ibid.: 22). 
Furthermore, deaf and hard-of-hearing children experience the same difficulties when 
acquiring spoken or sign language (Pfifer, 2010: 86). Studies done on spoken versus sign 
language have consistently proven that learning a language in one modality does not impede 
with learning in the other, i.e. acquiring Slovene sign language as a primary language does not 
have any negative consequences on learning Slovene. The evidence even suggests that 
acquiring a sign language helps develop literacy in young children (Marschark, 2001: 16), 
because they are exposed to language early and therefore have a better language foundation 
(ibid.: 10). However, Marschark does point out that American Sign Language, for example, 
does not directly facilitate acquiring writing and reading skills in English, even though early 
exposure to any sign language is correlated with greater academic achievement (2019: 1). The 
most important variable in language development of children with hearing loss is the quality, 
accessibility, and consistency of language models the child is exposed to since birth 
(Marschark, 2001: 19-22). Researchers stress the importance of early intervention (about six 
months) in conjunction with early language input (Marschark, 2001: 7; ZDGNS, 2010). 
Speech and language development goes from simple to more complex structures, from 
monosyllabic words to longer ones, from single-word utterances to simple sentences to 
syntactically complex sentences. Deaf and hard-of-hearing children communicate using 
single-words utterances for a longer period than their hearing peers and their sentences tend to 
be shorter (Hernja et al., 2010: 61). Vocabulary acquisition in people with hearing loss is 
slower. Mastery of nouns precedes other parts of speech; however, sometimes deaf or hard-of-
hearing children use verbs in place of nouns. They only use one expression for polysemous 
items and have difficulties acquiring superordinate expressions, opposites and abstract notions 
(ibid.: 63). As a result of lagging vocabulary acquisition, grammar learning is slower too 
(ibid.: 64) and deaf and hard-of-hearing pupils often exhibit difficulties in the acquisition and 
usage of grammatical rules (ibid.: 71). Hernja et al. recommend remedying this with 
“‘indirect correction’ by verbalising the correct form or accentuating the quiet words in the 
sentence” (ibid.). 
Publications recommending best practices for language learners with disabilities are 
very scarce, and none of those publications focus on deaf and hard-of-hearing language 




approaches and methods that seem to be effective for students with hearing loss. In language 
teaching, more time should be allocated to developing and practicing areas of language that 
cause more difficulties such as reading and writing (Marschark, 2001: 40; Marschark and 
Hauser, 2008: 4; ZDGNS, 2010), even though encouraging the use of residual hearing has its 
place in the classroom as well (ZDGNS, 2010). Marschark especially stresses teachers should 
help deaf and hard-of-hearing students organise their mental lexicons by putting emphasis on 
“relations among concepts, […] multiple meaning of words, [and] establishing links between 
words” (2001: 41), because these are areas that cause deaf students most problems.  
Along with giving advice on what areas of language educators should pay more 
attention to, Marschark advocates for the “use of more visually-oriented teaching strategies” 
(2001: 40), since “most deaf children are dependent on the visual modality for language 
reception regardless of whether they are acquiring a spoken or signed language” (ibid.: 10-
11). In line with popular belief, students with hearing loss often utilise visual strategies and 
are considered primarily visual learners. Interestingly, the inclination to visual learning is not 
necessarily a compensatory mechanism to substitute the lack of hearing, but rather the 
“visuospatial advantages over hearing individuals […] are a function of sign language fluency 
rather than auditory deprivation” (Marschark and Hauser, 2008: 9). Despite this fact, 
researchers agree that visual strategies benefit deaf and hard-of-hearing students to a great 
degree, and multisensory instruction in general has the potential to cater to students with 
hearing loss as well as their hearing peers in an inclusive classroom. 
5.1 Multisensory instruction and students with hearing loss 
As is common with research on deaf and hard-of-hearing students, there are not a lot 
of studies covering a particular aspect of learning and teaching. Multisensory instruction and 
its effects on cognitive abilities of people with hearing loss is one such topic, where there is 
virtually no research specific to deaf or hard-or-hearing students, let alone research done on 
speakers who are not native English speakers. However, an article by Schlesinger (2016) on 
multisensory instruction used with dyslexics, offers some insight that may well apply to 
students with hearing loss.  
Multisensory teaching and learning involves instruction using/involving at least two 
senses, e.g. visual and tactile, visual and auditory etc. (Schlesinger, 2016: 6-7). Examples of 
multisensory instruction models, methods and approaches includes the VAKT (visual-




Phonics approach, the Spalding method and the The Writing Road to Reading programme, 
and the Wilson Reading Program. Research on the benefits of multisensory instruction seems 
to be polarising to an extent, with some finding suggesting superior learning outcomes and 
others finding no significant differences. However, there is evidence suggesting multisensory 
teaching and learning is certainly beneficial, even if the scope of its efficacy has yet to be 
fully determined (Schlesinger, 2016: 13-14). 
There has not always been lots (or any) research done on how multisensory instruction 
impacts deaf and hard-of-hearing students. However, based on deficits they share, teachers 
can draw conclusions based on findings about other disabilities. An example of this could be 
how multisensory teaching and learning affects the development of reading development in 
children with dyslexia. Dyslexics have problems with phonological processing, and several 
studies have shown that phonological awareness plays an important role in developing leading 
abilities (Schlesinger, 2016: 1). 
To read and write effectively, English speakers need to know letter names and be 
aware of the corresponding letter sounds (also called the alphabetic principle), and have 
adequately developed skills of decoding and encoding, as well as a quick and automatic 
access to their mental vocabularies. (Schlesinger, 2016: 4) Research findings support the idea 
that students with learning disabilities benefit from systematic and explicit approaches to 
phonology and phonics. Such approaches help with the learners’ phonological development 
and therefore aid their literacy skills (Schlesinger, 2016: 5-6) - a problem many students with 
learning disabilities face, including those with hearing loss.  
Comparing instruction using only words, only pictures, or a combination of both 
words  and pictures, teaching using words and pictures resulted in greater ability to solve 
problems as it provided a better understanding and mental representation of the problem 
(Schlesinger, 2016: 11), suggesting that simple methods such as using flashcards are 
beneficial in teaching students with learning disabilities. Multisensory approaches also proved 
to improve phonological awareness, along with improving spelling accuracy (Schlesinger, 
2016: 17), reading comprehension, word recognition, and word decoding (Schlesinger, 2016: 
18). The value of teaching spelling systematically is also advocated in Sounds and Letters, 
which applies specifically to Slovene English learners (Dagarin et al., 2011a). At the end of 




the English language and their spelling variations in the form of flashcards (using pictures and 
words/letters), and thus provide a succinct summary of the chapter.  
Teaching using words and pictures is useful in many aspects of language learning 
besides spelling. Studies examining the use of flashcards in the second language classrooms 
show that students achieve better comprehension and memorisation of vocabulary items when 
compared to learning from a word list. It is also worth noting that the use of flashcards 
increased the pupils’ motivation to learn new vocabulary. While both techniques facilitated 
vocabulary learning, flashcards increased interest and overall learning of the items, with word 
lists being monotonous and tedious (Sitompul, 2013: 56-57; Rahmasari, 2016: 8; for results in 
the interest and motivation in learning English see also Astuti, 2015).  While both word lists 
and flashcards do not usually provide the context of a word, flashcards still seem to be 
superior for learning and teaching because they provide visual and tactile information, and 
can also contain other contextualising elements, such as the superordinate category (e.g. 
‘furniture’ on the back of a picture of a desk or ‘kitchen’ on the back of a picture of a table) 
and a sentence providing the context (e.g. “John put the book on the desk.” or “John wiped 
the table.”) (Shakouri and Mehrgan, 2012: 49). A study conducted by Habibi (2017) focussed 
on students with disability, two of which were deaf, and despite the small sample size, the 
outcomes are not negligible. The results were positive for all learners with disability, as 
instruction with flashcards improved the students’ knowledge of vocabulary, along with their 
emotional response to learning (Habibi, 2017: 211-212). 
As the research on deaf/hard-of-hearing students and the use of multisensory 
instruction is scarce, we can draw conclusions from studies done on disabilities with similar 
limiting factors. When planning specific lessons, the differences among individuals are still 
the most important factor to consider, but recommendations given by researchers should serve 
as a guideline. 
5.2 Teaching strategies for deaf and hard-of-hearing students 
While deaf and hard-of-hearing students possess characteristics specific to them, the 
strategies that are at the teachers’ disposal in the classroom to accommodate deaf and hard-of-
hearing pupils benefit all learners, especially those whose learning strategies have a 
pronounced visual component.  
An important aspect of working with deaf and hard-of-hearing students that must be 




This may affect work in class in many ways: it makes group discussion difficult, hearing 
students may not realise their deaf and hard-of-hearing friends cannot hear them, the deaf and 
hard-of-hearing pupils may feel overwhelmed and confused. The solution to remedy this 
situation is first and foremost making hearing students aware that their deaf and hard-of-
hearing classmates have difficulties with background comments and simultaneous speech, and 
suggesting some ways to signal who is talking (e.g. whoever’s turn it is in a debate, holds a 
ball). Deaf and hard-of-hearing students also need to be encouraged to signal if and when 
their comprehension has been compromised, if they are confused, or if they need help. 
Students with hearing loss, as truly all pupils, need to develop a level of autonomy that 
enables them to take responsibility for their learning, and thus alarm teachers and classmates 
when something is not optimal for them. In other words, while teachers (and any other 
assisting staff) should be mindful of students with hearing loss and their special needs, they 
should not be constantly checking on them, making sure everything is all right at every step of 
the way. Firstly, it’s counterproductive as it does not prepare the student for life outside the 
classroom. Secondly, focussing too much on students with hearing loss may neglect the needs 





6 The deaf and hard-of-hearing across the four skills and language areas 
Language and speech development of students with hearing loss depend on the degree 
of hearing loss and the time of intervention, i.e. how early a hearing aid was implemented. 
The students’ personality and their environment are critical factors, since personality traits 
and environmental circumstances can either aid or hinder language development (Hernja et 
al., 2010: 60)  When learning a foreign language, the differences between hearing and deaf or 
hard-of-hearing students are minimal, at least in the beginning (ibid.: 124).  
6.1 Listening and speaking 
Listening and speaking skills in a foreign language in deaf and hard-of-hearing 
students are highly individual, since their development depends greatly on the degree of 
hearing loss and the degree of residual hearing. In the foreign language classroom, oral and 
aural skills should be developed where this endeavour is possible, i.e. for those students that 
want to improve their listening and speaking skills and are capable of such development in the 
first place (ZDGNS, 2010). Marschark stresses that spoken language input should be greater 
in early education of young children (2001: 40). 
Assessment and testing should follow the same criteria. This is also emphasised in the 
Navodila za izobraževalne programe s prilagojenim izvajanjem in dodatno strokovno 
pomočjo za devetletno osnovno šolo, where the document explicitly states that testing and 
assessment should be done only in the medium the student is comfortable with, whether this 
medium is spoken or sign language, or a combination of both. Prior to the formal testing, the 
learner should have sufficient practice with the medium of preference, i.e. the testing should 
resemble lessons. 
Students with hearing loss are very much capable of developing listening and speaking 
skills, especially those with residual hearing, hearing aid users or students with cochlear 
implants. Deaf and hard-of-hearing pupils will have problems with pronunciation in their 
mother tongue, where substitutions and elision of sounds as well as shortening of certain 
words is very common (Hernja et al., 2010: 63). Similar problems with pronunciation can 
occur in English. 
The easiest sounds for deaf and hard-of-hearing students to perceive are vowels; the 
hardest are short consonants, mainly plosives, i.e. p, b, t, d, k, g (ibid.: 51). Auditory 
discrimination of similar sounds in students with hearing loss is poor, e.g. distinguishing [t] vs 




prepositions and conjunctions, are difficult to hear in a sentence, especially when they are 
pronounced with the next word. Monosyllabic words in addition to words that are at the end 
of a sentence are harder to understand than longer words (ibid.: 51). 
Catering to the development of listening capacity in deaf and hard-of-hearing students 
goes hand in hand with developing auditory attention and auditory memory. Even when their 
hearing is impaired, it is important to make students focus on what they hear, not what they 
see (Hernja et al., 2010: 71). Therefore, it is advised that, when introducing new vocabulary 
items, the teacher first pronounces the word with immaculate pronunciation, and does this 
several times before drawing the pupils’ attention to the spelling of the word. 
6.2 Reading and writing 
Literacy and reading skills are severely impacted by hearing loss (Pfifer, 2010: 90). As 
children with hearing loss experience delays in language, they also generally experience lags 
in literacy development, and language skills in their first language greatly impact literacy 
skills (Rudner et al., 2015: 8). Children who experienced quality language models and 
consistent language input in their childhood, especially those who acquired sign language 
from their deaf parents, have the best chances of developing adequate literacy skills; however, 
their skills will still be subpar as compared to their hearing peers (Pfifer, 2010, 86). Not only 
do deaf and hard-of-hearing children experience difficulties with speech development, 
acquiring and improving writing and reading skills is problematic as well (ibid.: 85). 
Developing listening and speaking skills in the foreign language classroom is important for 
students with hearing loss, but reading and writing skills should be given high priority 
(Marschark, 2001: 40; Marschark and Hauser, 2008: 4; ZDGNS, 2010). There are several 
possible ways to facilitate reading and writing skills that draw on the unique needs of students 
with hearing loss: 
- Putting an emphasis on linguistic concepts and the relationship between them (Marschark, 
2001: 40), e.g. grammatical concepts (time – tense – irregular verbs), relationship between 
phonetics and orthography (grapheme-to-phoneme relationship (see discussion on 
phonological awareness), relationship between sentence structure and word order (e.g. typical 
position of the subject in the affirmative, negative or interrogative sentences; see Pictures 4-
7); as well as illustrations of interconnectedness of concepts in real-life, e.g. farm crops: corn, 




- extensive vocabulary practice, emphasising the hierarchy of words, homonymy, and non-
literal language,  
- pre-teaching vocabulary and familiarising readers with the topic of texts (Hernja et al., 2010: 
105; Cannon and Guardino, 2012: 88), 
- peer-tutoring and developing metacognitive strategies that aid reading comprehension 
(Cannon and Guardino, 2012: 93), 
- storybook reading (Cannon and Guardino, 2012: 90), 
- explicit grammar teaching, especially complex grammar structures, e.g. embedded clauses 
and pronouns (Marschark, 2001: 35; Marschark, 2019), 
- developing phonological decoding (Cannon and Guardino, 2012: 90) and phonological 
awareness by strategies such as encouraging speechreading, fingerspelling and visual phonics 
in conjunction with using resources that emphasise the phonic approach, i.e. Sounds and 
Letters (Dagarin et al., 2011). 
6.3 Vocabulary 
The precursor to learning how to read is being familiar with the words of the text. 
Vocabulary mastery facilitates reading comprehension (Cannon and Guardino, 2012: 93). 
Studies have shown that deaf/hard-of-hearing pupils of hearing parents have smaller 
vocabularies than deaf/hard-of-hearing pupils of deaf parents. Therefore, deaf and hard-of-
hearing students should receive extensive vocabulary instruction, especially those that come 
from hearing families (Pfifer, 2010: 85). Priročnik za delo z gluhimi in naglušnimi otroki 
states that students with hearing loss will have a smaller vocabulary capacity. Additionally, 
they will use fewer synonyms in their communication (Hernja et al., 2010: 63), so the 
emphasis on words with similar meanings seems justified. Exposing deaf and hard-of-hearing 
students, as well as their hearing peers, to different ways of expressing a concept will enrich 
their vocabulary and by extension their writing skills. 
Besides troubles with synonymy, English learners with hearing loss may experience 
difficulties with polysemy in English. Teaching students about the multiple meanings of 
words can be beneficial to students with hearing loss and those with typical development, as it 
again expands one’s vocabulary, in addition to helping disperse confusion about the language. 




conscious of context clues and presenting words in appropriate context can also be useful 
since perceiving words in appropriate contexts will likely help with comprehension and 
memorisation. Teachers should help students with establishing links between words, such as 
synonyms and antonyms, polysemous items (homophones and homographs), and the 
superordinate and subordinate levels of words (ibid.: v; Hernja et al., 2010: 63; Pfifer, 2010: 
85).  
Teachers should keep in mind that deaf and hard-of-hearing students have a 
significantly smaller passive vocabulary than their hearing peers (Marschark, 2001: 36) and 
should therefore not be tested on items that were not explicitly taught. The difference in 
passive (and active) vocabulary size is mainly due to the fact that children with hearing loss 
do not usually learn language by overhearing it. There is less accidental, everyday knowledge 
and language acquisition or learning (Pfifer, 2010: 89), even though the degree by which deaf 
and hard-of-hearing students are capable of random pick-up of words (and other properties of 
language) is dependent on the degree of residual hearing the learner has.  
Besides the aforementioned concepts, emphasis should be placed on word with non-
literal meanings, such as metaphors, idioms, analogies and ambiguities (Marschark, 2001: 41; 
Hernja et al., 2010: 121). This could be achieved by explaining the meaning of the phrase, 
exploring the etymology, paraphrasing the non-literal language with literal language… Words 
and phrases of non-literal meaning are a prevalent feature in poetry and should therefore 
receive additional attention. Pre-teaching vocabulary and introducing the context is crucial 
before handling texts of any kind, but even more so when the items occurring in the passage 
require higher levels of processing.  
In addition to presenting vocabulary items in the appropriate context, pre-teaching 
vocabulary has been shown to increase vocabulary recognition in deaf and hard-of-hearing 
students (Cannon and Guardino, 2012: 88), as well as being beneficial to hearing pupils. 
Introducing new vocabulary should include multisensory strategies, such as flashcards and 
multimedia tools, in conjunction with presenting both examples and non-examples of the item 
presented. Cannon and Guardino also recommend ‘chaining’, by which the word is presented 
using spoken and sign language, along with fingerspelling and print. This strategy has been 
proven to be very effective for both deaf/hard-of-hearing and hearing language learners, as it 
enables pupils to receive the information via multiple channels, i.e. visual, kinaesthetic, 




To aid reading comprehension, authors recommend developing metacognitive 
strategies, especially those that are part of peer-assisted tutoring, which also proved to be very 
effective with deaf and hard-of-hearing students. These metacognitive strategies include: 
comprehension monitoring, cooperative learning, summarising, paraphrasing, material 
interpretation and active listening (Cannon and Guardino, 2012: 93). Other peer-learning 
activities found to be effective are pair reading, retelling of stories, shortening of paragraphs, 
and event prediction (ibid.: 90). Comprehension questions following the reading of the text, 
especially if done in one-on-one sessions, increase comprehension of the text for both 
deaf/hard-of-hearing and hearing language learners (ibid.: 87). Post-reading activities help 
increase teacher-student and student-student interaction which allows for greater language 
learning (ibid.: 91). 
6.4 Grammar 
While the deaf and hard-of-hearing need help with conceptualising and organising 
vocabulary items, instruction on grammar should be explicit and systematic. As opposed to 
hearing peers, students with hearing loss cannot internalise grammatical properties of a 
foreign language by just participating in everyday communication.  
General characteristics of deaf and hard-of-hearing students in acquiring or learning 
the language include: difficulty to acquire patterns of a language because of little or no access 
to sounds (Cannon and Kirby, 2013: 293); poorer vocabularies with delays in vocabulary 
acquisition (ibid.: 294), which in turn affects grammar learning (ibid.: 295); tendencies to 
overuse certain lexical items, namely nouns and verbs, while underusing others, i.e. adjectives 
and adverbs, in conjunction with a tendency to overuse articles, and underusing other 
functional items, i.e. pronouns, conjunctions, auxiliaries, prepositions, and quantifiers (ibid.: 
294). 
The order of acquisition of tenses in deaf and hard-of-hearing students is similar to the 
order observed in their hearing peers: first they acquire the simple past tense (’-ed’), then the 
future tense, followed by the present progressive and perfective. Both hearing students and 
those with hearing loss acquire the passive voice last (Quigley, Montanelli, and Wilbur, 1976, 
qtd. in Cannon and Kirby, 2013: 296). 
Cannon and Kirby (2013) offer a great insight into which grammatical structures are 
the most difficult to acquire for deaf and hard-of-hearing students. While their study, as well 




hearing loss, the information presented may likewise apply to second language learners, and 
can provide teachers with a list of grammatical structures they might need to pay more 
attention to. The following section summarises the literature review as presented by Cannon 
and Kirby.  
Kluwin (1982, qtd. in Cannon and Kirby, 2013: 295) found that students with hearing 
loss tend to acquire individual words first and not the entire word class – this is referred to as 
“item-specific learning” (see also Wilbur, Goodhart, and Montanelli, 1983, qtd in Cannon and 
Kirby, 2013: 297). Deaf and hard-of-hearing pupils tend to learn some structures before other, 
e.g. temporal and locative prepositions are acquired before grammatical ones (ibid.). 
Deficiencies in syntactic knowledge is reflected in learners’ written English, resulting in 
poorer writing skills, using less intricate, simpler and shorter sentences, along with poorer 
comprehension and deep analysis of texts (ibid.), making embedded structures more difficult 
to process.  
In their study, Cannon and Kirby found the following to be the most difficult for 
students with hearing loss to acquire: regular noun singular/plural (e.g. ‘cat’ vs. ‘cats’), 
accusative first- and second-person singular (e.g. pronouns ‘me’ and ‘you’),  noun/verb 
agreement copular “be” (e.g. ‘He/she/it is’ vs. ‘You/we/they are’ vs. ‘I am’), accusative third-
person number/gender (e.g. pronouns ‘him’, ‘her’, ‘them’), locative pronominals (e.g. ‘here’ 
vs. ‘there’), auxiliary “be”/regular past “-ed” (e.g. combinations of ‘is’ + verb ending in ‘–ing’ 
vs. ‘is’ + verb ending in ‘-ed’), and prenominal determiners plural (e.g. ‘these’ vs. ‘those’) 
(2013: 301).  
Wilbur, Montanelli, and Quigley (1976, qtd. in Cannon and Kirby, 2013: 295) studied 
the use of subject and object personal pronouns in deaf and hard-of-hearing students. They 
found that pupils mastered first-person pronouns (I, me, my) quicker than third-person 
pronouns (it, him, her), with second-person pronouns (you, your) being the most difficult to 
master. A similar pattern was found with gender, where masculine pronouns (he) preceded 
feminine pronouns (she), and the neuter pronouns (it) being learned last. In terms of number, 
singular pronouns (I, she, he) were learned before plural pronouns (we, you, they). Other 
pronominal structures ranked as follows: possessive adjectives (my, his) were easier than 
possessive pronouns (mine, hers), followed by reflexive pronouns (myself, himself) and 




Quigley and colleagues (for an overview of the studies see Quigley and King, 1980, 
qtd. in Cannon and Kirby, 2013: 296) concluded that negation, conjunction, and question 
formation did not present problems to students with hearing loss, while areas such as English 
pronominalisation, complementation, relativisation, aspects of the verbal system, as well as 
disjunction and alternation structures proved to be the most difficult to learn. 
Quigley, Montanelli, and Wilbur (1976, qtd. in Cannon and Kirby, 2013: 296) found 
that students with hearing loss had particular difficulties with verbal structures and verbal 
morphology, especially verbs ‘be’ vs. ‘have’ used as main verbs, tense sequencing, and 
subject-verb agreement. 
Wilbur, Goodhart, and Montanelli (1983, qtd. in Cannon and Kirby, 2013: 297) 
studied the following syntactic structures (from least difficult to more difficult): WH-
questions, conditionals, non-locative prepositions, indefinite pronouns, quantifies, modal 
verbs and elliptical constructions, reciprocal pronouns, and comparatives.  
Berent (1988, qtd. in Cannon and Kirby, 2013: 297) studied the acquisition of phrasal 
and clausal structures and found that in terms of phrasal structures, deaf and hard-of-hearing 
students had less trouble with prepositional phrases and more with prenominal adjectives, 
whereas adverbs were the most difficult to learn. Difficulty on clausal structures ranged from 
adverbial clauses (least difficult), noun clauses, infinitive clauses, gerund clauses, relative 
clauses, and with participial clauses being the most difficult. 
Findings from these studies suggest that it is reasonable for teachers to focus more 
attention to presenting and teaching referential structures, such as pronouns, embedded 
structures, such as embedded clauses, aspects of verbs, such as tense and subject-verb 
agreement, and adverbial structures, such as adverbs denoting location. 
Research has also found that deaf and hard-of-hearing students have a more difficult 
time processing embedded clauses and pronouns (Marschark, 2001: 35; Marschark, 2019), 
with clauses with the passive voice being very problematic (Berent, 1988, qtd. in Cannon and 
Kirby, 2013: 297).  Decoding embedded structures and referential expressions has a 
significant role in text comprehension, since they aid in text cohesion, i.e. intra-textual 
connections, in conjunction with coherence, i.e. connections within ideas. Helping students 
with hearing loss and their hearing peers with decoding references within the text can 




significant portions of the text provides students with a visual stimulus that aids in making 
connections within the text, e.g. marking the subject and its pronouns with a particular colour 
(see Figure 1); marking an embedded clause within the main clause (see Figure 2). 
 
Figure 1: Colour-coded pronouns 
 
Figure 2: Colour-coded embedded clauses 
Simple and complex grammatical concepts can be presented using principles of 
multisensory instruction via flashcards (e.g. word order using texture-coding, irregular verbs 
using shape- and colour-coding). Flashcards can help with irregular verb memorisation, 




irregularity (i.e. finding similarities between spelling and/or orthography, e.g. the ending ‘-
ought’ in think-thought-thought also appears in bring-brought-brought). 
 
Figure 3: Colour- and shape-coded irregular verbs 
The relationship between sentence structure and word order (e.g. typical position of 
the subject in the affirmative, negative or interrogative sentences) can also be represented in 
flashcard form. Word order may not be ‘complex’, but using a visual aid can possibly help 
with understanding of the sentence structure and the transformation from an affirmative to a 
negative to an interrogative structure without heavy syntactic explanation along with avoiding 
metalanguage for sentence elements (such as subject, object). It is important to note, however, 
that over-reliance on SVO word order may be problematic with the passive tense. The English 
language has a very fixed word order, with subjects being at the front of clauses, followed by 
verbs, and finally objects (also referred to as the SVO sequence). This sequence often 
coincides with the agent-action-patient semantic string. Research has found that students with 
hearing loss, as well as young hearing pupils, tend to rely heavily on the subject-verb-object 
and agent-action-patient correspondence (Cannon and Kirby, 2013: 298). In other words, 
structures where this SVO and agent-action-patient overlap is not present, tend to be difficult 
to process by deaf and hard-of-hearing students, e.g. passives, relative clauses, complement 
clauses. Comprehension is compromised in cases where there is a disturbance in what would 
otherwise be a logical position, e.g. with WH-questions (ibid.). This suggests that it may be 
reasonable to bring awareness to the typical and atypical word order in English, and perhaps 




word order and the many transformations one can make within the language (e.g. turning 
affirmative sentences into their negative or interrogative forms along with WH-questions, 
visualising the passive tense and relative clauses). Besides explicitly teaching the word order, 
mentioning semantic roles and addressing the semantic meaning of the syntactic elements 
(e.g. asking questions such as ‘What is happening in this sentence?’ ‘Who does the action?’ 
‘Whom is this happening to?’) can help students with comprehension of the sentence, and 
may prevent over-reliance on the SVO order for decoding the sentence. In other words, 
making students think about what is going on, who is executing the deed, what are 
circumstances, and who is affected by the action is crucial to understanding the meaning of an 
utterance. 
 
Figure 4: Texture-coded flashcards for word order (S+V+DO) 
 





Figure 6: Texture-coded flashcards for word order (INTERR+AUX V+S+V) 
 
Figure 7: Texture-coded flashcards for word order (S+V+IO+DO) 
Multisensory approaches can be used with students of all ages and are especially 
appropriate for younger pupils. The following example on teaching prepositions combines the 
use of flashcards (emphasising the visual component), the use of real-life objects for 
demonstrative purposes (emphasising the visual and tactile components), and the use of one’s 
own body to achieve the task, i.e. a Total Physical Response (emphasising the kinaesthetic 
component). The order is only a suggestion and the steps can be switched; however, I would 
suggest starting with multisensory and real-life steps first:  
- demonstrate the use of prepositions behind, on, in front of, above, in, under by using 
real-life objects, e.g. put an apple under the desk, and encourage students to guess the 
expressions, 
- ask students to do the same, i.e. manipulate object so that they correspond to the 




- ask students to act out the relations on the flashcards, i.e. they hide under the desk, 
they hide behind the door…, 
- show the students only the flashcards and ask them to verbalise the appropriate 
expressions, 
- put flashcards on the whiteboard and write the prepositions used underneath the card, 
- have flashcards in a visible spot in the classroom so that students can access them as 
needed. 
It is important to keep in mind, though, that teaching any grammatical structure or rule to deaf 
and hard-of-hearing students needs to be explicit. Therefore, doing any activity, no matter 
how interesting, eye-catching or motivating at first, needs to be followed by over rule 
explanation. It is good to give all students a chance at inductive learning first (i.e. performing 
an activity or acquainting students with examples before giving the generalisation or rule), but 
be aware of the fact that a lack of deductive instruction may do more harm to deaf and hard-
of-hearing students, as well as their hearing peers. 
 
Figure 8: Flashcards used for teaching prepositions 
6.5 Phonological awareness 
An aspect of language contributing to the development of reading and writing skills is 




learning a language. Internalising the phonological properties of words help them in 
recognising associations between sounds and letters, which is important for decoding new 
words and by extension also reading comprehension (Narr, 2006: 54).  Decoding and 
encoding of texts has been linked to the ability to distinguish and recognise individual sounds 
in a language. Unlike their hearing peers, individuals with hearing loss do not develop 
phonological awareness naturally by a certain age (Kyritsi et al., 2015: 440). 
The ability to decode and encode is especially helpful for deaf and hard-of-hearing 
pupils who decode and encode new words by comparing their orthography and phonology to 
known words (Dagarin et al., 2011: 21). Phonological awareness is the ability to recognise 
and discriminate between sounds in a language, and it includes rhyming, alliteration, 
syllabication, and onset and rime (Narr, 2006: 53; Narr, 2008: 405; Kyritsi et al., 2015: 433; 
Rudner et al., 2015: 9). Phonics is part of phonological awareness that focuses particularly on 
the relationship between graphemes and phonemes, i.e. sounds and symbols (Savage, 2014: 
1), and specific phonemic awareness skills include sound identification, sound blending, 
sound manipulation, and segmenting (Narr, 2006: 53; Narr, 2008). 
Though, at first glance, seemingly a feature of spoken language, phonetic and 
phonemic awareness constitutes sign language as well, i.e. signs that share the position or 
certain movement patterns (Corina et al., 2014). Most importantly, and regardless of the 
chosen medium of language, phonetic and phonemic awareness seem to play a great role 
when developing literacy, i.e. writing and reading. This role of phonological awareness in 
development of literacy is undisputedly very important in hearing children (Savage, 2014; 
Kyle and Harris, 2006; Narr, 2006; Narr, 2008; Kyritsi et al., 2015), but the literature is not 
unanimous on the effect of phonetic and phonemic skills in deaf and hard-of-hearing pupils. 
Regardless, researchers recognise that deaf and hard-of-hearing readers struggle with 
processing words, whether on the lexical or phonological level and there is evidence 
suggesting that even students with hearing loss can benefit from phonological information of 
words (Marschark, 2001: 34). As Marschark points out: 
Phonological skills may contribute to better grammatical skill and better reading 
comprehension because consistent internal speech has been shown to be more efficient than 
either visual imagery or internal sign language for the ongoing memory demands of reading. 




In other words, quality internal representations of language aids skill development on several 
levels, and phonological awareness can help establish this internal representation. Deaf and 
hard-of-hearing students can also build associations between sounds and letters by 
internalising sound-based properties as mental images, even if they do not hear spoken 
language (Narr, 2006: 54). Thus, spoken language is not a precursor to the development and 
usage of phonological awareness. Students with hearing loss achieve these mental 
representations of sound by using visual, tactile, and kinaesthetic cues associated with a word 
(ibid.). 
Studies have not been conclusive on the importance of phonological awareness in deaf 
and hard-of-hearing students, with Kyle and Harris citing only three studies that found strong 
correlation between phonological skills and reading comprehension ability (Kyle and Harris, 
2004: 274). Phonological awareness and literacy may be correlated only in young readers 
(ibid.; Narr, 2006, 55), and stronger associations were found in deaf adolescents (Kyle and 
Harris, 2004: 285), which suggests that deaf and hard-of-hearing students may develop 
phonological skills as they learn how to read; they do not necessarily need those skills to learn 
how to read in the first place (ibid.: 274). In other words, phonological awareness skills may 
develop as a result of learning to read and not vice versa.  
Authors have found that individuals with hearing loss tend to rely on or are influenced 
by orthography rather than phonological properties of words (ibid.: 274). They are more 
accurate in collecting phonological information when orthography and phonology are in 
agreement, e.g. train-rain vs eye-fly (ibid.: 275). This is obviously an obstacle teachers should 
aim to surpass, since incongruent spelling does not allow deaf and hard-of-hearing students to 
rely on orthographic cues alone. Orthography has been shown to affect hearing students as 
well (ibid.: 283). 
Research also suggests that individuals with hearing loss do have some knowledge of 
how sounds correspond to letters, but their level of understanding is lower than the level of 
their hearing peers (ibid.). Sufficient semantic knowledge helps to cope with the lack of 
phonological awareness (ibid.: 284). Overall, teaching students how to develop strategies of 
decoding written English is crucial for better reading comprehension and writing skills (Narr, 
2006: 58). 
Deaf and hard-or-hearing students can develop phonological awareness skills by 




hand gestures (Kyritsi et al., 2015: 434). Possible strategies teachers can use to raise 
phonological awareness with deaf English learners include:  
 speechreading, where the speakers (teachers or students) need to be conscious of clear 
articulation. Deaf students are usually more versed in speechreading than hearing students, 
but since it serves as a visual cue that provides clues about phonemic properties of words 
(Narr, 2006: 56), both groups can benefit from its usage. It is important to note that while 
speechreading was correlated with good deaf readers, utilising speechreading skills alone 
does not suffice to learn how to read (Kyle and Harris, 2006: 275). Teachers should also 
keep in mind that speechreading in an ESL classroom is essentially useful only when 
speaking Slovene (e.g. for giving instructions or translation purposes), since Slovene and 
English have different lip patterns. Signalling when switching from one language to 
another may thus be very useful, because it allows students with hearing loss to direct 
their attention from speechreading to other cues and tactics, 
 finger spelling and syllabication, which requires more skill on the teacher’s part. Teaching 
both deaf/hard-of-hearing and hearing students to finger spell whole words or stressed 
syllables could aid memory and word acquisition because it not only provides information 
on phonological properties, it also represents a kinaesthetic pathway to learning. Finger 
spelling is especially impactful if paired with word chunking, or presenting words in 
syllabic chunks (Narr, 2006: 57), 
 Visual phonics, which is a system of symbols and hand gestures that represent the 46 
phonemes of the English language, developed by the International Communication 
Learning Institute (ICLS, 2011). The graphemes and hand cues provide a visual and 
kinaesthetic stimulus and are designed so as to mimic the verbal articulation of a phoneme 
(Narr, 2006: 55). Instruction in Visual phonics requires a lot more skill on the teacher’s 
part, not to mention systematic training provided by the founding institution. It is still a 
viable option, perhaps by incorporating certain elements (e.g. the symbols) when pre-
teaching vocabulary. 
While the question of the effect of phonological awareness in deaf native speakers has not 
been settled yet and there is no unanimous answer, in the context of deaf English learners, the 
knowledge of phonological properties of words seems to aid students in dealing with 
unknown words, accessing them via the non-lexical, phonological route rather than the lexical 
route, which requires word lookup in the mental lexicon. According to Coltheart, “reading via 




the spelling and pronunciations of letter strings that are real words […] (2005: 9). Dagarin et 
al., however, point out that the lexical route is not appropriate for decoding new words 
(2011a: 9), of which there are, arguably, plenty, when learning a new language. Markshark 
also points out that accessing a word in the mental lexicon, or “lexical lookup”, is usually 
harder for deaf students (2018: 5). Phonological awareness helps students with decoding and 
encoding new words by comparing their orthography and phonology to known words 
(Dagarin et al., 2011a: 21), and therefore bridging the gap between known and unknown 
words.  
Besides aiding the development of phonological awareness by using a phonic 
approach (Dagarin et al., 2011a: 20), Sounds and Letters addresses the very complex 
orthographic system of English. There are specific differences between the Slovene language 
and English that may cause problems and confusion for English learners. Namely, there is no 
1:1 correspondence between sounds and letters in English; many sounds and letters are 
digraphs and diphthongs; there are many silent letters in English; and the English language 
has a non-linear sequencing of sounds and letter (Dagarin et al., 2011a: 9). Sounds and Letters 
therefore represents a helpful source for teachers, as it is aimed towards English learners, and 
it uses approaches suited for students with hearing loss. An additional bonus are the 






7 Case study: interview with David  
For the empirical part of the thesis, I decided to do case study research. Data come 
from an interview I conducted with an individual called David. 
David is a severely deaf person, who has been a cochlear implant user for about 
twenty years. He has been educated in a mainstream school in Laško, went to a mainstream 
high school in Celje, and is currently studying at the University of Maribor. The interview 
was conducted in Slovene, David’s first language, to avoid potential miscommunications with 
regards to the terminology used.  
7.1 The Interview 
The interview was conducted in writing. David’s answers are in bold. 
1. Opiši stopnjo gluhosti glede na spodnjo tabelo (ZDGNS, 2014b) 
KLASIFIKACIJA NAGLUŠNOSTI 
V Sloveniji se uporablja naslednja klasifikacija oseb z izgubo sluha:  
Opis (izgube sluha) Stopnja v dB 
(decibeli) 
Vpliv na komunikacijo 
Normalno slišanje 10 do 15 dB Nobene ovire v komunikaciji. 
Rahla, neznatna 16 – 25 dB V tihih okoljih oseba nima težav z razumevanjem, v 
hrupnih okoljih oz. prostorih imate težave pri 
razumevanju šibke jakosti govora. 
Lažja 26 – 40 dB V tihih pogovornih situacijah, kjer je snov poznana in 
besednjak omejen, oseba nima težav pri 
komuniciranju. Slaboten, tih govor ali govor na 
razdalji, težko sliši, čeprav je hrup minimalen. Debate 
v razredu, skupini predstavljajo komunikacijski izziv. 
Zmerna 41 – 55 dB Oseba sliši govor le od blizu. Skupinske aktivnosti, kot 
so npr. govorne situacije v razredu, predstavljajo 
komunikacijski izziv. 
Zmerno težka 56 – 70 dB Oseba lahko sliši le glasen, čist govorni signal. Več 
težav ima pri skupinskih situacijah. Velikokrat je 
razumevanje govora opazno moteno. Tudi govor 
naglušnega je rahlo moten.  
Težka 71 – 90 dB Oseba ne more slišati govora, razen če je ta zelo 
glasen, a tudi takrat ne more prepoznati vseh besed. 
Zvoki okolja so prisotni, vendar jih oseba ne more 




91 in več dB Oseba lahko sliši posamezne glasne zvoke, medtem 
ko govora ne more zaznavati. Vzpostavi se osnovno 




razvit, ni razumljiv. 
 
2. Na kratko opiši kdaj in kako so starši izvedeli za gluhost (lahko z njuno pomočjo). Opiši 
tudi proces vsaditve polževega vsadka (prilagajanje na zvok, prilagajanje naprave 
individualnim potrebam, potrebna terapija pri specialistu, kaj vse zajema proces vsaditve 
…) 
Starši so za gluhoto izvedeli nekje pri 7. mesecih, ko se nisem odzval na zvoke nevihte, 
medtem ko je ostale člane družine pošteno prestrašilo.  
Proces vsaditve je enostaven, pogovor s specialistom, ponudbe vrst aparatov, kolikor jaz 
poznam dve firme, ena avstrijska in ena iz Avstralije, mi smo se odločili za avstrijsko za 
lažjo dobavo delov v primeru pokvarljivosti. Vsadek so mi vstavili pri 3,5 letih. 
Prilagajanje naprave poteka tudi pri specialistu v Ljubljani, kjer mi preko kabla 
direktno v aparat pošiljajo različne zvoke različnih intenzitet, in sam povem ali je 
preglasno ali pretiho (oz. pokažem na listu kjer je raven zvoka). To obiskujem vsake 
toliko let kakor se mi zdi da se mi sluh slabša ali kaj drugega. 
3. Opiši težave ali omejitve, ki jih imaš kljub polževem vsadku (na kaj morajo biti pozorni 
sogovorci v komunikaciji s teboj; na kaj morajo biti pozorni učitelji in na kaj sošolci). 
Večina težav pri sogovorcih je večinoma v njihovih raznolikih narečjih, njihovih 
glasnosti ali pa globokost basa pri starejših ljudeh, recimo težje razumem ljudi, ki imajo 
zelo globok bas pri govoru in težko razločim besede. Učitelji imajo že tako ali tako dober 
glas zame, tako da ni bil kakršen problem. Sošolcem pa sem pojasnil skupaj s 
surdepedagoginjo kakšne probleme lahko imam pri komunikacijah z njimi. 
Težave tudi imam pri prostorih kjer je zelo hrupno in težko ločim glas od zvokov v 
ozadju. To se mi počasi izboljšuje. 
4. Katero osnovno, srednjo in višjo/visoko šolo si obiskoval oz. obiskuješ? 
OŠ: Osnovna šola Primoža Trubarja Laško 
SŠ: ŠCC - Srednja šola za gradbeništvo in varovanja okolja Celje – gradbeni tehnik 





5. Ali si imel kakšne prilagoditve glede materiala (izročki, učbenik, delovni zvezek ipd.)? 
Prosim napiši za vsako raven izobrazbe posebej.  
OŠ: Surdopedagoginja, večinoma slovnica, ločevanje glasov, pravilna izgovorjava besed, 
pravilni stavki, razumevanje besed brez branja ust, itd. 
SŠ: Surdopedagoginja, v veliki veličini priprave za maturo, eseji, življenjepisi, prvi 
letnik tudi razumevanje besed brez branja ust. 
UNI: 25 do 50% dodatni čas pri pisnih izpitih/kolokvijih, dodatni material za učenje 
6. Ali si imel kakšno dodatno pomoč (dodatne ure angleščine, tolmač ipd.)? Prosim napiši za 
vsako raven izobrazbe posebej. 
OŠ: Učiteljico za angleščino, kjer sem imel v 4. in 5. razredu večje probleme z 
angleščino, vendar v zahvalo multiplayer igric sem močno izboljšal slovnico in na 
splošno tudi izgovorjavo v angleščini. 
SŠ: Nič problemov, celo rekord v pisanju prvega testa v angleščini (99%) na celotni 
srednji šoli 
UNI: - 
7. Ali si imel prilagojeno ocenjevanje (podaljšan čas, posebna učilnica, samo en način 
ocenjevanja ipd.)? Prosim napiši za vsako raven izobrazbe posebej. 
OŠ: Podaljšan čas, tukaj pa tam kakšna pomoč učiteljice. 
SŠ: Posebna učilnica pri pisanju mature. 
UNI: - 
8. Ali so te učiteljice/učitelji angleščine kdaj nagovarjali v angleščini? Kateri jezik so 
uporabljale/uporabljali, ko so se pogovarjali s tabo? 
Da, v obeh jezikih, kadar nisem dobro razumel, sem jih vprašal, če bi lahko »po 
slovenskem« povedali, da sem lažje razumel drugačno jezikovno slovnico angleščine. 
Septembra 2018 sem bil na dopustu v Angliji, točneje v Liverpoolu, kjer so znani po 




9. Ali bil pri urah angleščine kdaj uporabljen tudi slovenski znakovni jezik? Kdaj (pri 
razlagi, ponavljanju ipd.) in kdo ga je uporabljal? 
Ne. Ne uporabljam slovenskega znakovnega jezika. 
10. Katere strategije učenja si razvil sam? Kako si se učil besedišče, kako si se učil slovnico?  
Za angleščino sem si sam nehote preko online igric naučil, igra je bila tako nasplošno 
dirkalna, kjer je tudi imela še chatbox, kot tudi forum za razne dogodke, pogovore itd. 
11. Katera veščina ti je povzročala oz. ti povzroča največ težav (pisno ali ustno 
sporazumevanje, bralno ali slušno razumevanje)? Kako si to veščino izboljšal? 
Najbolj slušno razumevanje, zaradi vplivov okolice in tudi samih posameznikov z 
njihovimi narečji. 
12. Kako si se z angleškim jezikom srečeval izven šole? Katere izvenšolske dejavnosti so ti 
pomagale pri razvijanju jezikovne zmožnosti? 
Online igre, kot tudi stalnica pogovarjanja v angleščini z bratrancem, z njim se angleško 
pogovarjam (preko Facebooka ali smsov), in drug drugemu zelo izboljšala veščine 
angleščine. Seveda je njemu velik bolje šlo slušno razumevanje angleščine. 
V zadnjem času se tudi srečujem z razumevanjem besedil v muzikalih, večinoma v 
mojem najljubšem – Eurobeat. Zaenkrat še določim določene besede v besedilu, ne pa 
tudi vseh. 
Včasih imam celo problem, da vem kaj beseda pomeni v angleščini, pa ne najdem 
prevoda zanjo v slovenščini! 
13. Do kakšne mere so bila po tvojem mnenju upoštevana naslednja načela inkluzivnega 
izobraževanja? 
Menim, da to kar sem imel, mi je dovolj koristilo, da lahko samostojno nadaljujem v 
univerzo in v življenje na splošno. Sem precej zadovoljen. 
14. Na spodnjih lestvicah za (samo)ocenjevanje znanja in jezikovne zmožnosti presodi, v 
katero kategorijo spadaš. Za pomoč ti je lahko Skupni evropski jezikovni okvir: učenje, 
poučevanje, ocenjevanje (Svet Evrope, 2001). 




Glede na globalno lestvico sklepam, da sem __C1_ uporabnik angleškega jezika. Sicer sem 








Za vsako jezikovno spretnost (slušno razumevanje, bralno razumevanje, govorno 
sporazumevanje, govorno sporočanje, pisno sporočanje) oceni raven svojega znanja (A1 – 
C2). 
JEZIKOVNA SPRETNOST RAVEN 
Slušno razumevanje B2 
Bralno razumevanje C2 
Govorno sporazumevanje B1 
Govorno sporočanje C2 
Pisno sporočanje C1 
  
7.2 Discussion 
As evident from the interview, David was given more support in elementary school, 
and less at university level (question 5-7). Both Slovene and English were used when teaching 
and addressing David, but no support in the form of sign language was needed (questions 8 
and 9). In terms of inclusive practices, David feels the schools he has visited prepared him 
sufficiently to be an independent learner (question 13). The strategies he developed to help 
him with learning English involve mostly playing videogames and communicating with other 
players (questions 10 and 12). As far as language areas are concerned, David is a competent 
user of English, with listening comprehension and pronunciation being the areas that are most 
difficult for him (questions 11 and 14). 
David’s self-assessment of his reading comprehension and spoken production seems 
very high, considering skills at the C2 level are almost native-like. It is plausible he 
overestimated his abilities, or that his reading comprehension and spoken production skills are 
better compared to other skills. The discrepancy between spoken interaction and spoken 
production may be explained by David’s perception of the two skills. He may perceive spoken 
interaction as an on-line interaction, by which he is required to produce sentences on the spot, 
and spoken production as speech he is able to prepare for in advance and is thus easier to 
control and present. David’s high assessment of his reading comprehension skills may well be 
accurate if he was exposed by challenging enough texts and was able to understand them. As 
with all self-assessment scales, objectivity is sometimes hard to achieve, and I would argue 
that being able to objectively assess yourself requires a certain level of experience in various 




8 Conclusion  
The main research objective of this thesis was to acquire a comprehensive insight into 
the language learning of deaf and hard-of-hearing students, and to find good practices suitable 
for teaching English as a second language to students with hearing loss and their hearing 
peers. People with hearing loss possess specific characteristics that make their learning 
different from that of their hearing peers. Nonetheless, there are certain practices that would 
work well for both deaf and hard-of-hearing students as well as their hearing classmates. 
Utilising multisensory instruction and using flashcards to support learning are among these 
practices. An emphasis should be placed on developing strategies for organising vocabulary 
items and developing phonological awareness as those are areas that are most difficult for 
students for hearing loss. These areas are also critical for literacy development in both hearing 
students and those with hearing loss. Grammar instruction should be systematic and explicit, 
utilising both inductive and deductive approaches. All four skills should be practiced 
extensively; listening comprehension should not be neglected but developed in accordance 
with the deaf/hard-of-hearing students’ ability.  
Further research could focus on the efficacy of the recommended practices in Slovene 
ESL classrooms. This thesis provided practical examples on the basis of findings primarily 
done in foreign countries, with native English speakers. Seeing how these recommendations 
for good practice perform in Slovenia would be beneficial for teachers and students alike. 
This thesis, however, should equip teachers with guidelines for teaching students with hearing 
loss in inclusive settings. The thesis can serve as a starting point for less experienced teachers, 
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11.1 Appendix 1: Profile of Inclusive Teachers  
Teacher Education for Inclusion 
Profile of Inclusive Teachers 
Four core values relating to teaching and learning have been identified as the basis for the 
work of all teachers in inclusive education. These four core values are: 
1. Valuing learner diversity – learner difference is considered as a resource and an 
asset to education; 
2. Supporting all learners – teachers have high expectations for all learners’ 
achievements; 
3. Working with others – collaboration and teamwork are essential approaches for 
all teachers; 
4. Continuing personal professional development – teaching is a learning activity 
and teachers take responsibility for their own lifelong learning. 
In the following sections, these core values are presented along with the associated areas of 
teacher competence.  
The areas of competence are made up of three elements: attitudes, knowledge and skills. A 
certain attitude or belief demands certain knowledge or level of understanding and then skills 
in order to implement this knowledge in a practical situation. For each area of competence 
identified, the essential attitudes, knowledge and skills that underpin them are presented.  
It is important to note that in order to ensure that all the important factors are accounted for, 
the areas of competence are presented here in a list. However, the factors are not in any 
hierarchical order and should not be viewed in isolation as they are all closely inter-connected 
and highly inter-dependent.  
The areas of competence presented here are the most critical ones identified via the TE4I 
project discussions; they are not exhaustive. They should be seen as the foundation for 
specialist professional development routes and the starting point for discussions at different 
levels on the context specific areas of competence needed by all teachers working in different 




1. Valuing Learner Diversity – learner difference is considered as a resource and an 
asset to education.  
The areas of competence within this core value relate to:  
- Conceptions of inclusive education;  
- The teacher’s view of learner difference. 
1.1 Conceptions of inclusive education 
The attitudes and beliefs underpinning this area of competence are that … 
… education is based upon a belief in equality, human rights and democracy for all learners; 
… inclusive education is about societal reform and is non-negotiable; 
… inclusive education and quality in education cannot be viewed as separate issues; 
… access to mainstream education alone is not enough; participation means that all learners 
are engaged in learning activities that are meaningful for them. 
The essential knowledge and understanding underpinning this area of competence includes … 
… the theoretical and practical concepts and principles underpinning inclusive education 
within global and local contexts; 
… the wider system of cultures and policies of educational institutions at all levels that 
impacts on inclusive education. The possible strengths and weaknesses of the educational 
system that they work in have to be acknowledged and understood by teachers; 
… inclusive education is an approach for all learners, not just those who are perceived to have 
different needs and may be at risk of exclusion from educational opportunities;  
… the language of inclusion and diversity and the implications of using different terminology 
to describe, label and categorise learners; 
… inclusive education as the presence (access to education) participation (quality of the 
learning experience) and achievement (learning processes and outcomes) of all learners. 
The crucial skills and abilities to be developed within this area of competence include … 
… critically examining one’s own beliefs and attitudes and the impact these have on  actions; 
… engaging in ethical practice at all times and respecting confidentiality; 




… coping strategies that prepare teachers to challenge non-inclusive attitudes and to work in 
segregated situations; 
… being empathetic to the diverse needs of learners;  
… modelling respect in social relationships and using appropriate language with all learners 
and stakeholders in education. 
1.2 The teacher’s view of learner difference 
The attitudes and beliefs underpinning this area of competence include … 
… it is ‘normal to be different’; 
… learner diversity is to be respected, valued and understood as a resource that enhances 
learning opportunities and adds value to schools, local communities and society; 
… all learner’s voices should be heard and valued; 
… the teacher is a key influence on a learners’ self-esteem and, as a consequence, their 
learning potential; 
… categorisation and labelling of learners can have a negative impact upon learning 
opportunities. 
The essential knowledge and understanding underpinning this area of competence includes … 
… essential information about learner diversity (arising from support needs, culture, 
language, socio-economic background etc.);  
… learners can be used as a resource to facilitate learning about diversity for themselves and 
their peers; 
... learners learn in different ways and these can be used to support their own learning and that 
of their peers; 
… the school is a community and social environment that affects learners’ self-esteem and 
learning potential; 
… the school and classroom population is constantly changing; diversity cannot be seen as a 
static concept. 
The crucial skills and abilities to be developed within this area of competence include … 




… identifying the most appropriate ways of responding to diversity in all situations; 
… addressing diversity in curriculum implementation; 
… using diversity in learning approaches and styles as a resource for teaching; 
… contributing to building schools as learning communities that respect, encourage and 
celebrate all learners’ achievements. 
2. Supporting All Learners – teachers have high expectations for all learners’ 
achievements.  
The areas of competence within this core value relate to:  
- Promoting the academic, practical, social and emotional learning of all learners;  
- Effective teaching approaches in heterogeneous classes. 
2.1 Promoting the academic, social and emotional learning of all learners  
The attitudes and beliefs underpinning this area of competence include … 
… learning is primarily a social activity; 
… academic, practical, social and emotional learning are equally important for all learners;  
… teachers’ expectations are a key determinant of learner success and therefore high 
expectations for all learners are critical; 
… all learners should be active decision-makers in their learning and any assessment 
processes they are involved in; 
… parents and families are an essential resource for a learner’s learning; 
… developing autonomy and self determination in all learners is essential; 
… the learning capacity and potential of each learner has to be discovered and stimulated. 
The essential knowledge underpinning this area of competence includes … 
… understanding the value of collaborative working with parents and families; 
… typical and atypical child development patterns and pathways, particularly in relation to 
social and communication skill development;  
... different models of learning and approaches to learning learners may take. 




… being an effective verbal and non-verbal communicator who can respond to the varied 
communication needs of learners, parents and other professionals; 
… supporting the development of learners’ communication skills and possibilities; 
… assessing and then developing ‘learning to learn skills’ in learners; 
… developing independent and autonomous learners; 
… facilitating co-operative learning approaches; 
… implementing positive behaviour management approaches that support learner’s social 
development and interactions; 
… facilitating learning situations where learners can ‘take risks’ and even fail in a safe 
environment; 
… using assessment for learning approaches that take account of social and emotional as well 
as academic learning. 
2.2 Effective teaching approaches in heterogeneous classes 
The attitudes and beliefs underpinning this area of competence include … 
… effective teachers are teachers of all learners; 
… teachers take responsibility for facilitating the learning of all learners in a class; 
… learners’ abilities are not fixed; all learners have the capacity to learn and develop; 
… learning is a process and the goal for all learners is the development of ‘learning to learn’ 
skills, not just content/subject knowledge; 
… the learning process is essentially the same for all learners – there are very few ‘special 
techniques’;  
… on some occasions, particular learning difficulties require responses based upon 
adaptations to the curriculum and teaching approaches. 
The essential knowledge and understanding underpinning this area of competence includes … 
… theoretical knowledge on the way learners learn and models of teaching that support the 
learning process;  
… positive behaviour and classroom management approaches; 




… ways of identifying and then addressing different barriers to learning and the implications 
of these for teaching approaches; 
… the development of basic skills – in particular key competences – along with associated 
teaching and assessment approaches; 
… assessment for learning methods focussed upon identifying the strengths of a learner; 
… differentiation of curriculum content, learning process and learning materials to include 
learners and meet diverse needs; 
… personalised learning approaches for all learners that support learners to develop autonomy 
in their learning; 
… the development, implementation and effective review of Individual Education Plans (IEP) 
or similar individualised learning programmes when appropriate. 
The crucial skills and abilities to be developed within this area of competence include … 
… employing classroom leadership skills that involve systematic approaches to positive 
classroom management; 
… working with individual learners as well as heterogeneous groups; 
… using the curriculum as a tool for inclusion that supports access to learning;  
… addressing diversity issues in curriculum development processes; 
… differentiating methods, content and outcomes for learning; 
… working with learners and their families to personalise learning and target setting; 
… facilitating co-operative learning where learners help each other in different ways – 
including peer tutoring – within flexible learner groupings; 
…  using a range of teaching methods and approaches in systematic ways; 
… employing ICT and adaptive technology to support flexible approaches to learning; 
… using approaches to teaching that are evidence based to achieve learning goals, alternative 
routes for learning, flexible instruction and the use of clear feedback to learners; 
… using formative and summative assessment that supports learning and does not label or 
lead to negative consequences for learners; 




… drawing on a range of verbal and non-verbal communication skills to facilitate learning. 
3. Working With Others – collaboration and teamwork are essential approaches for all 
teachers. 
The areas of competence within this core value relate to: 
- Working with parents and families; 
- Working with a range of other educational professionals.  
3.1 Working with parents and families 
The attitudes and beliefs underpinning this area of competence include … 
… awareness of the added value of working collaboratively with parents and families; 
… respect for the cultural and social backgrounds and perspectives of parents and families;  
… viewing effective communication and collaboration with parents and families as a 
teacher’s responsibility. 
The essential knowledge and understanding underpinning this area of competence includes … 
…  inclusive teaching as based on a collaborative working approach;  
… the importance of positive inter-personal skills; 
… the impact of inter-personal relationships on the achievement of learning goals. 
The crucial skills and abilities to be developed within this area of competence include … 
… effectively engaging parents and families in supporting their child’s learning; 
… communicating effectively with parents and family members of different cultural, ethnic, 
linguistic and social backgrounds. 
3.2 Working with a range of other educational professionals 
The attitudes and beliefs underpinning this area of competence include … 
… inclusive education requires all teachers to work in teams; 
… collaboration, partnerships and teamwork are essential approaches for all teachers and 
should be welcomed; 
… collaborative teamwork supports professional learning with and from other professionals. 




… the value and benefits of collaborative work with other teachers and educational 
professionals; 
… support systems and structures available for further help, input and advice; 
… multi-agency working models where teachers in inclusive classrooms co-operate with 
other experts and staff from a range of different disciplines;  
… collaborative teaching approaches where teachers take a team approach involving learners 
themselves, parents, peers, other school teachers and support staff, as well as multi-
disciplinary team members as appropriate; 
… the language/terminology and basic working concepts and perspectives of other 
professionals involved in education; 
… the power relationships that exist between different stakeholders that have to be 
acknowledged and effectively dealt with. 
The crucial skills and abilities to be developed within this area of competence include … 
… implementing classroom leadership and management skills that facilitate effective multi-
agency working; 
… co-teaching and working in flexible teaching teams; 
… working as part of a school community and drawing on the support of school internal and 
external resources;  
… building a class community that is part of a wider school community; 
… contributing to whole school evaluation, review and development processes; 
… collaboratively problem solving with other professionals; 
… contributing to wider school partnerships with other schools, community organisations and 
other educational organisations;  
… drawing on a range of verbal and non-verbal communication skills to facilitate working co-
operatively with other professionals. 
4. Personal Professional Development – teaching is a learning activity and teachers take 
responsibility for their lifelong learning. 




- Teachers as reflective practitioners; 
- Initial teacher education as a foundation for ongoing professional learning and development. 
4.1 Teachers as reflective practitioners 
The attitudes and beliefs underpinning this area of competence include … 
… teaching is a problem solving activity that requires on-going and systematic planning, 
evaluation, reflection and then modified action; 
… reflective practice facilitates teachers to work effectively with parents as well as in teams 
with other teachers and professionals working within and outside of the school; 
… the importance of evidence-based practice to guide a teacher’s work; 
… valuing the importance of developing a personal pedagogy to guide a teacher’s work. 
The essential knowledge and understanding underpinning this area of competence includes … 
… personal meta-cognitive, learning to learn skills; 
… what makes a reflective practitioner and how personal reflection on and in action can be 
developed; 
… methods and strategies for evaluating one’s own work and performance; 
… action research methods and the relevance for teachers’ work; 
… the development of personal strategies for problem solving. 
The crucial skills and abilities to be developed within this area of competence include …  
… systematically evaluating one’s own performance; 
… effectively involving others in reflecting upon teaching and learning; 
… contributing to the development of the school as a learning community. 
4.2 Initial teacher education as a foundation for ongoing professional learning and 
development 
The attitudes and beliefs underpinning this area of competence include … 
… teachers have a responsibility for their own continuous professional development; 




… teaching is a learning activity; being open to learning new skills and actively asking for 
information and advice is a good thing, not a weakness; 
… a teacher cannot be an expert in all questions related to inclusive education. Basic 
knowledge for those beginning in inclusive education is crucial, but continuous learning is 
essential; 
... change and development is constant in inclusive education and teachers need the skills to 
manage and respond to changing needs and demands throughout their careers. 
The essential knowledge and understanding underpinning this area of competence includes … 
… the educational law and the legal context they work within and their responsibilities and 
duties towards learners, their families, colleagues and the teaching profession within that legal 
context;  
… possibilities, opportunities and routes for further, in-service teacher education, in order to 
develop knowledge and skills to enhance their inclusive practice. 
The crucial skills and abilities to be developed within this area of competence include …  
… flexibility in teaching strategies that promote innovation and personal learning; 
… employing time management strategies that will accommodate possibilities for pursuing 
in-service development opportunities; 
… being open to and proactive in using colleagues and other professionals as sources of 
learning and inspiration; 
… contributing to the whole school community learning and development processes. 
 
This manuscript has been developed to accompany the full Profile of Inclusive Teachers 
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The Profile text is provided on a strictly ‘as is’ basis. The European Agency for Development 
in Special Needs Education shall not be responsible or liable to for any loss or damage of any 
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